Abstract
Introduction
The average EFL proficiency of Thai students is often found to be low. Educational Testing Service (2007) reports that the [2005] [2006] computer-based TOEFL mean score of Thai students was only 200. This indicates that Thai students' English proficiency was below the effective operational proficiency level according to the Common European Framework Reference (Educational Testing Service 2004) . The study by Prapphal and Opanon-amata (2002) also found that Thai students scored below 500 on the Chulalongkorn University Test of English Proficiency (CU-TEP) as equated to the paper-based TOEFL score. According to Bernhardt (2005) , L2 proficiency such as that gauged by TOEFL and CU-TEP may account for 30 percent of the variables which contribute to second language reading abilities. In other words, L2 proficiency may have an impact on the ability to read in a second language. Therefore, it is possible that Thai students with low English proficiency may experience frustration reading English.
In Thailand, EFL reading instruction primarily focuses on a detailed study of vocabulary and comprehension, but many reading researchers argue that this intensive reading instruction may not be sufficient for EFL students (Day and Bamford 1998 , Grabe 2002 , Coady 1997 , Nuttall 1996 . Eskey 1987 recommends that people learn to read by reading. Krashen (2004) further explains that EFL students need to gain exposure to a large amount of comprehensible input to improve their reading comprehension. Although Krashen's hypothesis of comprehensible input may be controversial, it is undeniable that exposure to L2 can contribute to reading comprehension abilities. Therefore, an approach to reading instruction that may address the low reading abilities of Thai students may be Extensive Reading.
Extensive reading (ER)
ER is an approach to teaching reading in which students are exposed to a large amount of reading materials. The purpose is to gain comprehension and pleasure in reading. The ultimate goal of ER is to give students an opportunity to read in a second language and become avid readers (Day and Bamford 1998) . ER helps make reading more meaningful and engaging (Nassaji 2003, Day and Bamford 1998) . It may lead to gains in vocabulary knowledge (Coady 1997 , Cho and Krashen 1994 , Nation 1997 , Nation and Ming-tzu 1999 , and reading speed and ability (Mason and Krashen 1997) . In addition, a positive attitude towards reading may develop (Mason and Krashen 1997 , Day and Bamford 1998 , Takase 2001 . Several researchers agree that although this may not necessarily generate the highest level of competence, it is an indispensable component of reading instruction, which will pave the way for higher levels of language proficiency (Nuttall 1996 , Coady 1997 ).
In ER, as Krashen (2003) proposes, people acquire language only when they understand what they read. Consequently, EFL students in ER need to read a considerable number of books at the level equivalent to their reading abilities in order to improve comprehension. Anderson (1996) states that the number of books students read significantly correlates with their improvement in reading comprehension. Moreover, students must be able to choose reading material with respect to their interests and reading abilities since the purpose of reading in ER is for pleasure (Day and Bamford 1998) . Nevertheless, Grabe and Stoller (1997) advise that students do not become proficient readers by reading extensively in only one genre; they need exposure to other genres to improve their reading comprehension abilities.
Students may be reluctant to read as they may be at beginning or low intermediate reading comprehension levels (Hudson 2007) . To encourage students to read, a teacher needs to be a model reader (Day and Bamford 1998) . In addition, the goal for students should be the number of words, pages, or books read. Post-reading activities should be of low accountability. Grades or rewards should not be offered for students' reading since they have proven to be ineffective in promoting reading achievement or positive motivation to read. Students may be asked to keep a record of time and the amount of reading done, or to write a short summary of a book or a part of it that they have read (Susser and Robb 1990 , Mason and Krashen 1997 , Day and Bamford 1998 , Sheu 2003 ).
Nevertheless, Day and Bamford (2000) caution that introducing ER in a nonreading culture or in one that does not attach importance to reading for pleasure makes the task of EFL reading teachers more complex. The National Statistical Office survey (2005) reveals that 30.9 percent of Thais or approximately 18 million people do not read because they dislike reading or they prefer to watch television. This reflects that a number of Thais are not likely to find reading pleasurable in their own language. Similarly, they are not likely to find reading in English pleasurable (Morrow and Gambrell 2000) . Furthermore, as ER occurs most of the time outside of the classroom, EFL students may not have the discipline to maintain the regular habit of reading. Robb (2002) found that Japanese students may read just to fulfill the requirements of the course.
To implement ER in Thailand, ways to promote regular reading must be understood. However, studies of ER have primarily focused on the effects of ER on reading comprehension and attitudes towards reading (Susser and Robb 1990 , Day and Bamford 1998 , Krashen 2004 . There is very little evidence of what students in ER do outside of the classroom to make reading a regular habit. Without knowledge of how students regulate their reading outside of the classroom, the prospects for successful ER implementation may be obscure. Baker (2002) advises that independent reading is not sufficient. She asserts that students need metacognitive strategies, specifically in knowing how to regulate their cognition. In a similar view, Brown (2002) supports the teaching of selfregulation to improve reading comprehension since poor readers cannot make use of different strategies and they need to be taught how to use these strategies effectively.
Self-regulated learning
Self-regulated learning is viewed by social cognitive theorists as a process in which individuals are metacognitively, motivationally, and behaviorally active participants in their learning process (Bandura 1986 ). This involves an interdependent interaction among person, environment, and behavior. Each component interacts with the other to modify or change behaviors so that a learning goal can be reached (Bandura 1986 ). The self-regulated learning process involves three major phases: forethought in which students prepare themselves for learning by planning or setting a goal, "performance" or "volitional control" in which students focus and monitor their learning methods or strategies, and "selfreflection" in which students evaluate their performance and react accordingly (Zimmerman 2000) . Research has shown that self-regulated learning plays an important role in the academic accomplishments of successful students (Pintrich and De Groot 1990, Schunk and Zimmerman 1994) . These students proactively set specific learning goals, employ strategies, constantly monitor, and reflect on progress (Zimmerman, Bonner and Kovach 2003) .
The measurement of self-regulated learning strategies involves two properties-"aptitude" and "event" (Winne and Stockley 1998 ). An aptitude describes the cognition or motivation that is involved when students participate in future learning activities, or what students predict they will do in learning activities (Winne and Stockley 1998) . For example, if students report reading a title and book cover, this may indicate students' goalsetting and planning. An event describes the operations of cognition in learning activities, or what students actually do when they learn (Winne and Perry 2000) . For example, students may be asked to think aloud and report what they do before reading a book to demonstrate the strategies in the planning phase. The measurement of these two properties of self-regulated learning strategies will provide a framework for the investigation of students' self-regulation in this study. 
Purposes

Setting
An ER program for this study was supplementary to the foundation level English course for first-year university students. The design of the ER program was based on the following four components.
"Reading materials". The ER classroom library consisted of graded readers and authentic books from a variety of genres such as romance, drama, detective, thriller, horror, biography, business, and science fiction. In the beginning, students started reading a book of their interest. As the semester progressed, they were encouraged to read books in other genres to increase their exposure to vocabulary and different types of books.
The classroom library contained graded readers from the starter level to level 6. The readability of each authentic book was determined through the Flesch-Kincaid Index which calculates from the number of syllables, words, and sentences in a text. The readability levels ranged from 4.5 to 10. The level was printed on a sticker and put on the spine of each book. With respect to resource management, the books were arranged on the shelf according to level. Each shelf was dedicated to only one level, and it contained both graded readers and authentic books. Library borrow-return cards were affixed to the inside of the back covers. Students were allowed to check out a book for a period of one week with unlimited renewals.
Comprehensible input. Students extensively read graded readers or authentic books at their own reading levels to increase their exposure to English reading texts. The students were asked to read at least 1,000 pages over 10 weeks.
Feedback. The teacher's role was to provide frequent feedback through a weekly reading portfolio to ensure that students maintained the habit of reading regularly. During each week, students kept a record of the number of pages they read, the time they spent reading, the level of the book they were reading, a 50-word summary of what they read, and a reflection on what they had read. The purpose was to monitor students' reading, so students would be able to complete the reading portfolio quickly. The teacher gave feedback on the reading portfolio, encouraging or recommending ways for better success with reading comprehension. An individual consultation was also arranged for students who needed assistance in understanding the story or adjusting reading level. Peer feedback was also implemented in this study. During resource management activities which occurred in the last 15 minutes of class, students shared information and recommended books that they had read to friends. Peer feedback also helped students learn how to employ comprehension strategies. Peers shared successful and unsuccessful strategies they had experimented with during the week.
Encouragement. At the beginning of each class, the teacher introduced a new book and discussed with students the book that they were reading during that week and discussed elements such as characters, plot, or cultural background. While students silently read their books, teachers also read to create a positive reading environment and to inform students that ER was important for everyone. The last 15 minutes of every class involved resource management activities such as returning and borrowing books. During this time, the teacher and students shared information about interesting books, a book-sharing activity that would assist students in selecting new books.
ER lessons also include reading tasks which focus on selecting appropriate books and improving reading comprehension. However, Thai students are often reluctant to take the initiative in selecting a text because in their experience, reading is likely to have always been teacherdirected. Therefore, they may have difficulty determining their reading level and, consequently, finding appropriate and enjoyable books. The first ER task was to raise students' reading awareness of their interests using a reading survey in both Thai and EFL. Then, students selfassessed their reading level by reading all excerpts from the graded readers from the starter level to reading levels 6. They also observed the amount of unfamiliar vocabulary and their general understanding of the story. This process of selfassessment helped students determine their appropriate reading level. To raise students' awareness of books, ER lessons included encouraging reading tasks such as analyzing the front and back of book covers and making predictions based on the story title.
Among other goals, ER activities in this study were designed to promote reading comprehension. Reading strategies such as summarizing, determining the meaning of unfamiliar vocabulary, and noticing and solving reading problems were taught to students. Students were encouraged to use these strategies throughout the week. Then, they learned how to effectively employ the strategies by discussing their experiences with successful and unsuccessful strategies with their peers.
Data collection and analysis
Data collection consisted of two parts: English reading comprehension and selfregulated learning strategies.
English reading comprehension
For English reading comprehension, "an English reading comprehension test" was adapted from the reading section of Chulalongkorn University Test of English Proficiency (CU-TEP), an institutional standardized English proficiency test. It contains 60 multiple-choice questions which target different aspects of reading comprehension: word recognition, and literal, interpretive and critical comprehension. Parallel forms were administered in pre-and post-tests. The reliability coefficient of the English reading comprehension pre-test was .83, and .87 for the English reading comprehension post-test, which means that both tests were reliable. A dependent samples t-test was used to study the improvement in reading comprehension.
Self-regulated learning strategies
"A Self-Regulated Learning Interview Schedule-SRLIS" (Zimmerman and Martinez-Pons 1986 ) measures the aptitude property of self-regulated learning. The SRLIS was translated into Thai and adjusted to six learning contexts relating to ER: 1) Reading in class, 2) Completing a reading portfolio, 3) Finishing a book, 4) Preparing for exams, 5) Lacking motivation to read, and 6) Reading outside of the classroom.
Since data from an SRLIS could be overwhelming, representatives from each group were selected. Students' English reading comprehension pre-test scores were arranged from the highest to the lowest. Then, every other student was selected to represent their groups. Fourteen students from the upper level group (n=7) and the lower level group (n=7) were asked to report what they would usually do in the six situations. Fourteen self-regulated learning strategies proposed by Zimmerman and MartinezPons (1986) guided the coding. Once a strategy was mentioned, students had to estimate the frequency of the strategy from seldom=1 to most of the time=4.
Thereafter, to examine the three components of self-regulation-person, behavior, and environment, the 14 strategies were classified into a) metacognitive regulation-organizing and transforming, rehearsing and memorizing, goal-setting and planning, and keeping records and monitoring; b) performance regulation-self-evaluation and self-consequences; and c) learning environment regulation-environmental structuring, seeking information, reviewing, and seeking assistance (Zimmerman 1989) . Four coded interview transcriptions were randomly selected and sent to two independent raters to assess the reliability of the coding. The reliability coefficient was .83 indicating that the coding categories were highly consistent. Data from the SRLIS were analyzed using descriptive statistics. "Verbal Protocols of Reading" measured the event property of self-regulated learning of the upper and lower level groups. The students read an excerpt of a level-six graded reader titled The Runaway Jury by John Grisham; as they read, they were asked to frequently pause and report their thoughts. Data from the protocols was transcribed and coded according to the constructively responsive reading strategies (Pressley and Afflerbach 1995) , portraying what an ideal skilled reader would do. From the first coding of the verbal protocols, it was found that recall strategies were widely used by students; therefore, the coding of this strategy was revised and six sub-strategies were assigned and listed as shown in Table 3 . Four coded verbal protocols were randomly selected and sent to two independent raters to assess the reliability of the coding categories. The reliability coefficient of the verbal protocols coding was .87, which means that the coding categories were highly consistent. Once the verbal protocols were coded, data was calculated in frequency. To examine the even property of self-regulated learning, these reading strategies were categorized into three phases: forethought, performance or volitional control, and self-reflection.
Cohen's d suggests that the improvement was small (d=.21). The improvement of the upper level group on the English reading comprehension post-test was not significantly different t(13) = .968, p>0.05. The effect size also indicates that the difference between the English reading comprehension pre-and post-test mean scores was minimal (d=.21). 
Findings English Reading Comprehension
Self-regulated learning
The findings of self-regulated learning strategies consist of two parts: aptitude and event.
Aptitude
For an aptitude measurement, Table 2 shows the reported use of self-regulated learning strategies by the upper and lower level groups. The upper level group reported using self-evaluation, goal-setting and planning, and environment structuring strategies the most often; the lower level group reported using organizing and transforming, goal-setting and planning, self-evaluation, and environment structuring strategies the most often. Neither groups reported using reviewing tests or textbooks.
Metacognitive regulation
The upper level group reported using strategies to regulate metacognition more frequently than the lower level group (see Table 2 ). The upper level group employed goal-setting and planning strategies the most often. Goal-setting included establishing a number of pages, or deciding how much time to read each day. In the following excerpt, an upper level student reported setting a specific goal by trying to read two chapters per day to help her finish reading a book each week; the lower level student's goal, on the other hand, was not clearly specified. 
Goal-setting strategy
Performance regulation
The upper level group also used strategies to regulate performance more frequently than the lower level group. The upper level group tended to use self-evaluation strategies to control performance; the lower level group reported seldom using strategies in this category. In the sample response of an upper level student, the student described how he evaluated his understanding of the story by constructing a brief summary of each section he had read. A lower level student reported using a similar strategy, but she did not seem to have any strategic method to deal with the problem. 
Self-evaluation strategy
Learning environment regulation
The upper level group reported frequently using environment structuring strategies to regulate the learning environment; the lower level group seldom used strategies in this category. Both groups scarcely used social environment strategies such as seeking peer or adult assistance and reviewing strategies to facilitate their learning. In the following response, an upper level student demonstrated how she regulated her reading time to maintain a regular reading habit. In sum, from the measurement of an aptitude property of self-regulated learning, the results show a noticeable pattern in the upper and lower level groups' use of selfregulated learning strategies. The upper level group frequently used strategies to regulate every category of self-regulated learning to enhance learning while the lower level group infrequently used strategies to control its learning. In metacognitive regulation, the upper level group used goal-setting and planning strategies; in performance regulation, the group used self-evaluation strategies; and in learning environment regulation, the group used environment structuring strategies.
Environment structuring strategy
Event
For an event measurement of self-regulated learning, not all of the 15 strategies were evident from the verbal protocols. From Table 3 , eight strategies were utilized by the students in both upper and lower level groups to varying degrees. Activating prior knowledge was used once by the upper level group, while looking for important information was used once by the lower level group. Five were not found in the data-overviewing text, revising prior knowledge, evaluating text, conversing with author, and anticipating use of knowledge. The most frequently used strategies were using recall strategies and determining word meaning while the least frequently used strategies were relating text to prior knowledge, relating text to text, and inferring.
Forethought
Neither the upper nor lower level groups made frequent use of strategies at this phase to control their learning. Only the upper level group reported using "the activating prior knowledge strategy" once. In the following response to the text, an upper level student showed that the content in this part of the text prompted her to think about U.S. legal matters.
Activating prior knowledge strategy
Text: And now, the lawyers were pursuing them. 
Performance or volitional control
Two strategies-interpretive conclusion and determining word meaning-were prominently used by students in both groups. Both the upper and lower level groups relied on the "interpretive conclusion strategy" the most often. Interestingly, the lower level group used this strategy slightly more frequently than the upper level group. In the following response, the upper and lower level students show how they constructed a brief conclusion while they read.
Interpretive conclusion strategy
Text: To help fight these court cases, the Big Four had put together a sum of money called The Fund. 
Self-reflection
Both the upper and lower level groups relied mainly on "the reflecting strategy". The upper level group used this strategy just slightly more often than the lower level group. Other strategies were not evident in the verbal protocols. In the following response, upper and lower level students present how they paused to reflect on their understanding of the story.
Reflecting strategy
Text: "A brief summary, gentlemen. At the moment, the entire defense team is working non-stop, and this will continue through the weekend. To conclude, the upper and lower level groups reported using similar self-regulated learning strategies to regulate their learning. However, the upper level group used self-regulated learning strategies more frequently to regulate its learning in two categories-metacognitive and performance regulation. Nevertheless, the verbal protocols show inconsistent findings; the students did not actually use the strategies they reported in the SRLIS. In contrast to the frequent use of goal-setting and planning strategies in the SRLIS, the strategies in the forethought phase were hardly used by the upper level group. Similarly, strategies in the self-reflection phase were underused. The students reported using strategies which clustered in the performance or volitional control phase.
Discussion
The discussion of findings will be presented according to the two components-English reading comprehension and self-regulated learning strategies. The comparison of English reading comprehension pre-and post-tests mean scores shows significant differences especially for the lower level group. However, the major findings of this study emerge from the self-regulated learning results. For an aptitude property, the upper level students reported actively using self-regulated learning strategies to regulate their metacognition and performance more often than the lower level did. For an event property, both groups employed strategies mostly in the performance or volitional control phase.
English reading comprehension
The findings show that the English reading comprehension pre-and post-test mean scores differed significantly. This is consistent with other studies in which ER enhanced reading comprehension (Tanaka and Stapleton 2007 , Sheu 2003 , Bell 2001 , Hayashi 1999 , Lituanas, Jacobs and Renandya 1999 , Walker 1997 , Sims 1996 , Schackne 1994 ). Since students have extensive access to comprehensible input from reading graded readers and books, their reading comprehension was improved. Anderson (1996) explains that the amount of book reading is substantially correlated with improvement in reading comprehension. Students in an EFL setting can especially benefit from this constant exposure to reading books in ER (Anderson 1996) . In Thailand, the only exposure to English texts that students have may be from reading English texts in class. This may not be sufficient to help students improve their reading comprehension because they will have fewer opportunities to practice their reading skills and strategies. Therefore, the findings emphasize an important role for ER in EFL classrooms to help improve students' English reading comprehension.
Moreover, the findings argue for the notion that one book doesn't fit all. Students differ greatly in academic background, from those who struggle to read to those who excel in all aspects of their reading. In traditional EFL reading instruction, this variable is hardly recognized, and students have to read the same text regardless of their interest and reading abilities. By allowing students to choose their own book, ER creates a positive reading environment by addressing students' different interests, strengths, and weaknesses. To exemplify, by providing access to texts of various reading levels and genres, students of high reading ability can obtain the benefits of reading interesting and challenging texts while students of low reading ability do not feel discouraged by struggling with books above their reading levels or that do not interest them. Consequently, students may be more motivated to read while regularly practicing their reading skills and strategies. Bernhardt (2005) also stresses the role of other variables besides language proficiency in second language reading. She explains that L1 language proficiency and L2 language proficiency may account for 20% and 30% of second-language reading proficiency, respectively. The rest may come from other external variables such as students' comprehension strategies, interest, and motivation. Such external variables as the reading environment may also contribute. In their study, Tella and Akande (2007) found that students may not read because they do not have access to interesting material in their reading environment. Mulholland (2006) also agrees and points out the importance of structuring a positive reading environment. She suggests that only the choice of books may be insufficient to promote reading comprehension. The key variable may be the influence of a positive reading environment which helps students regulate their reading, and enhance reading comprehension; eventually it may help transform students into avid readers.
Thus, to implement ER in Thailand, students must have abundant opportunities to access English texts to improve English reading comprehension abilities. However, teachers also need to consider students' differences and allow them to select books of their interest and level of reading comprehension ability. More importantly, the setting of ER needs to provide positive a reading environment to encourage students to read.
Reading abilities and test scores
From the English reading comprehension pre-and post-tests, the upper level group's English reading comprehension increased only minimally. This may be due to the short duration of ER in this study. Krashen (2007) and Smith (2006) report that ER studies which were shorter than 7 months did not find any significant improvement in reading comprehension. Students, especially in EFL countries, may need more time to gain exposure to reading texts before a significant improvement in reading comprehension takes place. This small increase may also signify that the students began to progress; if they continue in ER, their reading comprehension improvement could be more conspicuous. In contrast, the increase between the lower level group's English reading comprehension pre-and post-test mean scores was large, which is similar to the results of other studies in ER (Sheu 2004 , Takase 2003 , Maxim 1999 , Kern 1989 . In other words, students at a low reading comprehension level should be encouraged to participate in ER to obtain the potential benefits of reading comprehension improvement. Nonetheless, there is also a statistical explanation regarding this phenomenon. Since students in this study were from the upper and lower level groups, it is possible that regression towards the mean may occur. Fraenkel and Wallen (2000) explain that the post-test scores of the extremely high or low ability groups will regress closer to the mean. In this study, the students' performance on English reading comprehension may have been slightly affected by this statistical phenomenon. The increase in the English reading comprehension pre-and post-tests scores of the lower level group was large; on the other hand, the increase in the English reading comprehension pre-and post-tests scores was minimal for the upper level group.
Self-regulated learning
Students' self-regulated learning strategies will be discussed in the context of the two properties of self-regulated learning strategies: aptitude and event.
Aptitude
The findings from an aptitude measurement of self-regulated learning strategies show that the upper and lower levels group actively used strategies in two self-regulated learning categoriesmetacognitive and performance regulation. The upper level group frequently used goal-setting and planning, self-evaluation, and environment structuring strategies. On the other hand, the lower level group frequently used goal-setting and planning, organizing and transforming, and environment structuring.
The less frequent use of strategies in metacognitive and performance regulation by the lower level students reflects that their approach to reading may be unpolished. Although they reported somewhat frequent use of strategies in the metacognitive regulation category, they did not frequently employ strategies in the performance regulation category. That is, these students may have a goal for their reading, but they may not have any specific strategies to monitor and control their performance to achieve their goals. According to Zimmerman (1989) , the regulation of metacognitive and performance is critical and influential to other categories and may be an indication of high achieving students. Therefore, it is important that students, especially those with low English reading abilities be taught how to set goals and monitor their performance to attain the desired learning outcomes.
In addition, students in both groups seem to recognize only the regulation of their physical environment. There was inconsistency in the low or non-existing report of social environment regulation as indicated by the infrequent use of seeking assistance strategies. Zimmerman and Martinez-Pons (1988) claim that selfregulated learners should actively seek out information and assistance when needed. However, this rare use of social strategies may be due to the nature of ER in which reading is independent, private, and pleasurable. Students read at or slightly below their level with little or no difficulty in interpreting texts (Day and Bamford 1998) . Therefore, students may not often seek assistance from other people while reading in ER.
Event
The findings from an event measurement of self-regulated learning strategies show that students did not make consistent use of all strategies in the three self-regulated learning phases-forethought, performance or volitional control, and self-reflection. The strategies were hardly used in the forethought and self-reflection phases although this was apparent in the SRLIS. This may suggest that Thai students tend not to set goals or reflect on their learning. These strategies may need to be explicitly taught to students. Bandura (1991) illustrates that students of a high reading comprehension level may form learning goals which are specific and proximal to progress towards the distant goals. These students also report having a mastery goal orientation or trying to understand the subject rather than just trying to achieve high grades (Pintrich and De Groot 1990 ).
In the performance or volitional control phase, the lower level group reported using strategies more frequently than the upper level group. This may be explained by Stanovich's (2000) compensatory processing. The lower level group may have used more self-regulated learning strategies to compensate for its limited language proficiency. The model proposed that the lower level group's limited knowledge source in one area would be automatically assisted by other knowledge sources. From the verbal protocols, the lower level group may rely on other strategies to assist its comprehension, thus, resulting in frequent use of self-monitoring strategies such as using recall.
Furthermore, the use of strategies in the performance or volitional control phase suggests that Thai students may read mainly for literal comprehension. Students may be occupied with determining word meaning and trying to understand the story. There was rare use of strategies for critical comprehension such as relating text to prior knowledge or inferring. That is, Thai students general read English texts without interacting with the texts to fully grasp in-depth understanding.
In the self-reflection phase, both upper and lower level groups only used the reflecting strategy in the verbal protocols. Paris, Wasik and Turner (1996) explain that in pleasure reading, the post-reading strategies may only be an appreciation of the text. Nonetheless, reflecting on text understanding can help students determine whether they adequately understand the text, or whether they need to reread some parts of the text. Again, this evidence from the self-reflection phase reiterates that Thai students appeared to focus only on trying to construct literal understanding of the text.
In conclusion, the findings show a significant gain in English reading comprehension. If students are provided with a positive reading environment through access to interesting reading materials, they may gain the benefits from exposure to English texts. The findings of the upper and lower level groups also reveal that the lower level group may benefit to a greater extent from reading English texts than the upper level group. Moreover, the findings of self-regulated learning strategies highlight the need to teach Thai students to regulate their learning environment and to develop critical reading comprehension.
Pedagogical implications
Three pedagogical implications can be made from this study. First, a positive reading environment plays a significant role in promoting students' reading comprehension. Greaney (1996) underlines the impact of an adverse reading environment. The lack of appropriate reading material or space may cause poor reading comprehension. For instance, students may not be motivated to read if a reading class does not provide an opportunity to select interesting material to read for pleasure. Consequently, everyone in the learning community should help create a positive EFL reading environment. For a positive physical reading environment, a variety of interesting reading material and suitable space for reading should be made available. A school library needs to include material that can cater to students' different interests and reading levels. For a positive social reading environment, teachers and family need to be model readers and to offer assistance when needed.
Furthermore, students must read a large number of books to improve their reading comprehension since people learn to read by reading (Eskey 1987) . Students' development of reading comprehension essentially depends upon their exposure to reading material (Cunningham and Stanovich 1991) . Therefore, it is important that students maintain the habit of reading regularly. At the same time, students need to regulate themselves while reading since ER is primarily a private and individual activity (Day and Bamford 1998) . Before reading, students should set a goal and generate a plan to reach that goal. While reading, they should learn to monitor their comprehension and use a variety of strategies to aid their comprehension. After reading, they need to reflect on their learning and try to identify strategies that have contributed to the success or failure of their reading.
Finally, EFL reading educators should support ER. Since EFL students have limited exposure to reading materials outside of class, ER should be integrated into every EFL class. The findings also suggest that ER needs to last for at least one year to see noticeable improvement in reading comprehension (Krashen 2004) . Reading material needs to cover a range of genres and vary in readability levels to provide an opportunity for students to progress at their own pace. Explicit strategy instruction should also be implemented as EFL students need more time and practice to learn strategies. For example, through thinking aloud, students can observe how and when a strategy should be employed. Thus, students can learn to recognize and choose appropriate self-regulated learning strategies.
Conclusion
This study explored students' selfregulated learning strategies and English reading comprehension in ER. It concluded that there is evidence to support the benefits of ER. ER may provide a positive reading environment for students with different reading abilities and interests. ER can be particularly beneficial to a lower level group as shown by the large increase in the English reading comprehension test scores. The findings of self-regulated learning strategies show that the upper level group actively used selfregulated learning strategies in all three categories of self-regulated learningmetacognitive, performance and learning environment regulation. That is, these students appeared to be proactive in their learning. Nevertheless, during the three phases of self-regulated learningforethought, performance or volitional control, and self-reflection-the students' use of self-regulated learning strategies was inconsistent. The high frequency of self-regulated learning strategies in verbal protocols also demonstrates that the lower level group may use compensatory processing to assist its low reading comprehension abilities. The findings also suggest the need for the instruction of critical reading comprehension.
